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Abstract
Student teachers studying to become primary school teachers in New Zealand can spend up to 24 weeks on professional teaching practice in schools. This paper describes a model ( based on the Conversational Framework by Laurillard, 1993), developed after conducting an action research study  requiring critical reflection on the practice of  giving feedback to student teachers on professional teaching practice. It outlines both the theoretical and practical aspects of this model and sets in place a useful framework that simplifies the different stages of the feedback process so that students, supervisors and lecturers can gain a better shared understanding of effective pedagogical practice in a variety of teacher education programmes. 

Introduction
Professional teaching practices for student teachers in New Zealand are an integral part of their pre-service teacher education program. The lecturing staff who observe these students (called observing lecturers) are expected to visit students while they are on professional practice, observe their teaching, look over their documentation, and give the students feedback on what they have seen. As a practitioner involved in teaching and guiding students on practicum, I know that I and my colleagues continually seek ways to improve the quality of our teaching and, from there, our students’ learning. We particularly endeavour to minimise barriers to effective practical teaching experiences for students. A major influence in this regard is the nature and the process of feedback given to students during and after their practicums (White, 2007a). This paper describes a model that was developed after conducting an action research study that required critical reflection on  the practice of  giving feedback to student teachers. The aim was to set in place a useful framework  that would simplify the different stages of the feedback process so that students, supervisors and lecturers could gain a better shared understanding of effective pedagogical practice in a variety of teacher education programmes.






The action research began in September 2005 and followed successive cycles of an iterative process (based on work by Carr & Kemmis, 1986) involving different groups of students and observing lecturers. This more eclectic method was chosen to encompass a broader perspective of the feedback process through groups of student teachers at various stages of their training. These particular students were accessible from the researcher’s practicum group. The action research process involved the following five stages, described more fully in White (2007b) and qualitative research methods were used to collect data:  
	Stage 1 (September 2005): Designing a set of specific questions to generate individual feedback discussions between observing lecturer and students, for 12 students in their second year of training and experiencing their fourth professional practice. The lecturer (who was also the researcher) took notes from each of the 12 students and recorded these discussions in writing. The questions included:
       -   What went well for you and why?
	Do you think the children were on task? Why or why not?  
	If you were to teach this lesson again, what would you do differently?
	Stage 2 (November 2005):   Holding a focus group with four experienced observing lecturers to discuss what they valued about the spoken and written feedback they gave to student teachers on professional practice. These discussions including input from all four  lecturers were written up from extensive notes taken. 
	Stage 3 (December 2005):   Taking notes of the comments from a group discussion of six observing lecturers during a professional development day around the topic of feedback for student teachers on professional practice and the need for students to engage in more critical reflection .
	Stage 4 (March 2006): Designing a set of refined, specific, open-ended questions for the observing lecturer (researcher) to use when visiting and giving feedback to 11 students in their third year of training and experiencing their fifth professional practice. The lecturer then asked the students to answer a written survey about this process. All 11 students responded. Examples of the questions asked were:
	What did you want the children to learn? How did you know if they did?
	What felt good or made you anxious during the lesson?
	What can you see needs changing and how might you make these changes?
	Stage 5 (May 2006): Designing a new set of specific questions, similar to those mentioned in the last step, for a group of 12 students in their second year of training and experiencing their third professional practice, and giving them a written survey to complete about this process. 10 students completed the survey. 

Several key findings emerged from the five stages of this action research study. In general, the findings confirmed the notion that quality feedback practice draws on a number of factors that engage both the student and the lecturer in critical reflection and conversations. More particularly, the findings from this action research highlighted such specifics as too much talk from the lecturer can limit the quality of the feedback process for students; using a coaching model with students incorporating skills such as active listening, reflective interviewing, action planning and providing feedback (Robertson, 2005) is helpful; honesty, taking ownership of the teaching and learning, and providing a variety of feedback opportunities all enhance the feedback experience for both student teacher and lecturer; and lack of time limits the quality of that experience (White, 2007a). 

However, what was missing from this and other literature on feedback  for  student teachers, was a way to demonstrate the findings effectively and efficiently in a simple framework that could be used by both students and those who supervise them on practicum. The specific aspects that came out of  this action research were deemed valuable enough to ensure a quality feedback process was available and consistent for all of those involved.

Conversational framework
Based on the findings of the action research project, it was then decided to develop a model using Laurillard’s (1993) Conversational Framework in an effort to formalise the above process and as such, create a useful framework.  The particular aim was to develop a tool, based on relevant research undertaken at this College, that new and existing staff could use to improve the quality of the feedback process that takes place between themselves and their students during the practicum. These students could also benefit from using the research  based model, by gaining a better understanding of what is expected of them during the feedback process and how they can add value to the conversations and thus improve their teaching practice.

The theoretical underpinnings of the model aligned with the fact that conceptual knowledge is taught in these Professional Studies courses which contribute to completion of the Bachelor of Teaching and Learning degree in this New Zealand College of Education. In other pre-service education programmes, the conceptual knowledge may be taught in various other ways and will contribute to the programme. In the particular college where this study was based, the Professional Studies and Professional Practice courses (these include a block professional teaching practicum) are taught together and are co-requisites for passing grades. 

The concept of a conversational theory of learning was originally posed by Pask (1976) and posits that learning occurs through conversations about a subject matter that serve to make knowledge explicit. Laurillard then used this theory of learning as the basis of her “Conversational Framework” (Laurillard 1993, p. 102) - a framework for teaching and learning based upon an ideal teaching/learning scenario: a one-to-one tutorial. This framework defines the core structure of an academic dialogue, and consists of the following interrelated processes:
	Interactivity—in the sense that students are required to perform some action, and receive feedback from this action;
	Adaptivity— in that the conversation can be modified by the “teacher”, based on the teacher’s and student’s conceptions;
	Discursiveness—both the teacher’s and student’s conceptions are accessible to each other; and
	Reflectivity— teachers must support the process by which students link the feedback on their actions to the topic goal.
The premise for adopting this view is that teaching and learning is essentially a dialogue between teacher and student. As this type of dialogue forms the basis of the feedback process between a student teacher and an observing lecturer while the student is on professional teaching practice (the practicum), the rationale for using this framework as the basis for the model became evident. It is this theoretical framework that is used to drive the feedback process. The obvious practical element introduces, in very simple terms, an opportunity for the student to actually try some things out, get feedback, make changes and try again. 





Narrative Account of the Model
At a general level of description, the learning process is characterised as a “conversation” between teacher and student (see Figure 1), operating on two levels, discursive and interactive, with the two levels being linked by the twin processes of adaptation and reflection. In this instance, students express their understandings of the Professional Studies course content (pertinent to this particular teacher education programme) via comments, questions, and answers in class prior to the teaching practice. This could also occur in a variety of teacher education programmes relating to their own content/knowledge programmes.  This is the discursive level. The interactive level is the actual teaching practice and is valid for any teacher education programme that includes a practical teaching component and is shown in more detail in Figure 2.
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Figure 1: Quality Feedback Process Model— the theoretical framework
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            Figure 2: Quality Feedback Process – the practical model (interactive level)

It is important to note here that this model can encompass student teachers at any stage of their training while on practicum, and in any teacher education programme with a school based component, as the level of analysis, reflection and adaptation will be influenced by the student’s individual level of experience and situation. It also provides students with guidance on undertaking the practical aspect of their teaching as well as their completing any course documentation requirements.

The Quality Feedback Process Model—a Fuller Explanation
Stage 1: Observation
The first step of the model is the observational stage and is derived from lecturers observing students while they are teaching on practicum. The conversation that follows immediately after this allows each student and lecturer to discuss theory, concepts and ideas with a focus on a series of set questions the lecturer has pre-prepared, specific to the student’s stage of training; the more practicum a student has had, the more sophisticated the questions might be. This observational stage could also be carried out by supervising teachers in a more school based teacher education progamme, or by those given the responsibility for providing supervision of student teachers.

This action research project found that by carefully planning specific questions suited to the level of each student’s training, lecturers can minimise the amount of speaking they do during this initial conversation. The study also found that when students felt pleased, relieved, and sometimes jubilant about a lesson they had just taught, they were more inclined to speak freely about their teaching and why it went well, and to engage in a more collegial conversation about teaching and learning. However, when a lesson was not so successful, some students were often reluctant to speak and needed prompting and probing and direction from the questions. 

Stage 2: Analysis
This second step in the model begins with the lecturer or supervisor coaching their students through possible action to take to improve practice identified during the observational stage. The coaching might involve the lecturer  sharing their tacit (previously unexpressed) knowledge of teaching and pedagogy, encouraging specific goal setting, and linking the theory and conceptual knowledge gained from the Professional Studies courses or other content based courses to the practical aspects of teaching. Students prepare to take action by reflecting on their own conceptual knowledge in order to show a way forward. From there, they set goals.

  Findings from the action research discovered that when a student felt a lesson did not go very well or that there were major areas to work on, the lecturer often adopted a coaching role to help the students plan and set achievable and realistic goals. Effective listening, positive body language, empathy, and understanding were demonstrated to encourage students to be proactive and try something new to achieve success. Building positive relationships and co-constructing a plan of action together seemed useful in helping students feel successful, particularly when they encountered difficult or “delicate” issues (such as their relationship with the associate teacher) during their placement.

Tacit knowledge from an experienced educator can offer student teachers useful feedback, but frequently, as the action research study showed, students expect the lecturer to provide them with the answers or ideas on how to improve. While this is to be expected, the action research process also found that students seem to take greater ownership of their teaching and learning if the guidance they receive from the lecturer involves a coaching model of teacher and student engagement. The students themselves said that they found identifying areas to work on and ways to make positive changes an empowering process, and especially so when the identification arose out of their written reflections.

Stage 3: Reflection and Adaptation
The third and final step of the model is the reflective/adaptive stage. It usually occurs at the debrief session after the practicum or, on occasion, during a subsequent observation visit if appropriate. This is where the lecturer or supervisor gives both written and spoken feedback to students on the action they have taken in relation to both their teaching and their completion of the documentation requirements. A new dialogue usually begins at this stage in order to move students forward in preparation for their next lesson, next teaching practicum or their own class as a beginning teacher. This should occur whatever type of teacher education progamme the student is engaged in. This is also a time for students to celebrate the achievement of the goals set at the analysis stage and to talk through their understandings of their actions, adaptations and consequences. The students’ written reflections on the feedback process after the observational and analysis stages can also be discussed here and the conclusions that they and the lecturer reach used as a means of moving the students forward during this stage. According to work by Degago (2007), students who reflect in writing about their teaching experiences are better able to disclose their concerns about teaching and deepen their understandings about its complexities.

Linking the Threads
The action research process also uncovered three threads that frequently wove their way through the feedback process. The threads were time, honesty and availability, discussed here in relation to the action research project. Because these affected the usefulness and impact of the feedback process, they were deemed an important component of the quality feedback process model.  

Time
Having a large amount of time to spend with students after an observation lesson and giving both good quality written and spoken feedback are, of course, ideal. However, the constraints of time under which most supervisors and observing lecturers, including the researcher, work means that the ideal is rarely, if ever, reached. For the researcher, the experience of rushing through the feedback because of being due in the next school led to the development of the written reflection aspect of the feedback process outlined in the reflective/adaptive stage above. This practice allowed students to take time away from their teaching to reflect on what they had discussed with their lecturer immediately after each observation, and provided the opportunity at the next meeting for the student and lecturer to co-construct an action plan. A lack of time to assist students to move forward in their practice emerged as  a big issue for both lecturers and students. Consequently, finding ways for both student teachers and lecturers to develop methods of feedback and reflection that would limit the deleterious effects of time constraints seemed vital.

Honesty
Using an interview model of asking specific questions and letting students speak more freely encouraged the lecturer (researcher) to be more honest and direct than she had been previously when giving feedback. This approach was also based on the students’ feedback and her own reflections. The lecturer endeavoured to deliver this appraisal with compassion and empathy, however, and backed up what she had to say with evidence from the lesson and what the students themselves had said or written. Both the students and the lecturer agreed that clear and honest feedback and expecting high standards from student teachers is important in encouraging students to be the best that they can be and in clarifying how they can make positive changes to their practice. Mixed messages and unclear feedback can be unprofessional and make the next teaching episode or practice difficult for the student and their next lecturer, supervisor, associate teacher, and/or class of children.

Lecturer availability
An unexpected issue to arise from this action research was the expectation from the student teachers that a lecturer would be available at all times through phone and emails to clarify their queries. This type of expected feedback was constant and at times frustrating for the lecturer, but it encouraged her to reflect on the clarity of her responses, and it also sometimes initiated particularly purposeful conversations after an observation lesson. Responding to communications from students in a timely manner shows students that their lecturers are continuously in touch with them and their practice (and so are there to support them throughout this time). Responsiveness can also assist students to solve small problems before they grow into bigger ones.

Implications for Lecturers/ Supervisors and Students of the Model 
The findings of the action research study suggest that the development of the quality feedback process model will have positive implications for  both the  lecturers and students at the tertiary institution where it was developed. Specifically the model takes the discursive, theoretical description of what is taught in Professional Studies courses and, in fact, curriculum courses to a certain extent, and sees it implemented with the practical component of the Professional Practice courses (practicum).This approach demonstrates the links between theory and practice, which is a feature of effective pre-service teacher education (Caires & Almeida, 2005; Cameron 2007; Korthagen & Kessels, 1999; Sotto, 2007). The model would also be useful for those involved in any type of pre-service teacher education programme that include both theoretical knowledge and a practical /school based component. 

 The model shows professional interaction between students and their observing lecturers. However, it also allows for interaction between student and student, thereby giving them opportunity to compare, reflect on and learn from one each other’s experiences during their placements. The model can also be used at any level of a student’s training or stage of their understanding. This may be simply a short dialogue in which the lecturer explains something, suggests a practical example, or briefly comments on the student’s performance of a task. Or it may involve the entire quality feedback process, covering several encounters, class sessions, assignments and debriefing. The model should not be confined to engagements between student teacher and lecturer either, as the associate teacher can also use it for feedback dialogue during a student’s practicum experience, as can any person involved in mentoring or supervising students learning under an apprenticeship model (see below).
 
Conclusion
The model presented in this paper was developed as the outcome of an action research project designed to improve the quality of feedback given by observing lecturers to student teachers on practicum. It is offered as a way to efficiently show the process of effective quality feedback  that should occur between any supervisor and  student teacher during  any pre-service teacher education programme that include practical teaching experiences.  

Although created for use by both lecturers and students to develop a shared understanding of the feedback process and to identify the key aspects that each person has ownership of, in terms of their specific role, the model does not need to be restricted to pre-service teacher education. It is one that could be transferred to other professions that involve a practical component or apprenticeship period. The iterations of dialogue, action-feedback, adaptation and reflection allow any student to be exposed to new ideas, to determine how they might use these ideas to enhance practice, to try out these ideas, and then to use new understandings gained to further reflect on and develop their practice. The process also helps both lecturer and student gain shared understandings of the feedback process and the part it plays in improving teaching practice. 

It is acknowledged that this may seem a rather simplistic or ideological approach to the quality feedback process for student teachers on professional practice, but it does provide a research-based framework that could be altered to suit a particular programme of supervision in other industries. It would also be useful to have groups of supervisors and students work through this model and give their feedback on its usefulness or areas which need modification. 

However it is hoped that by using this model for quality feedback as a starting point,  observing lecturers and other supervisors engaged with students involved in other professions involving a practical element will have a more robust means of encouraging their students’ learning at both the discursive and interactive levels. It should enable observing lecturers, supervisors and students to engage in professional dialogue and purposeful interaction and to highlight the links between theory and practice in a simple, meaningful and practical way.
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